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' MANAG ING FACULTY DESEGF " "TION: THE ROLE AND RESP-OHS-

OF PRINICIPALS IN IMPLEMENI i NG A FACULTY C .SEGREGATION PL.AM
The purnos= »f this paper i< (: examine the ision-- Lin. zrccess
used by selecte ﬂrbncipaii as thov ’:mplementédr w1977 faewlts meaeqgirega-

tion plar of the “hicago Public S-ncols. We wer - interest=d spec:ically

in the e fects 7 the mandated plar on theldecis on makinc beh.,. or o*
the‘principal i 1is building: Due to the natus -7 the Ci'can ' ar,
each principal we: forced to- confront such admir "3t ve Tommsoquer 2§
aslthe loss of  :nured faculty, the introductior of - o i1t "aculry,

the s.oervisiun f in.oluntarily assigned but ¢ <perieacec f& J''y, and
conflic: netw-« ¢ d and new faculty. Our goal was * wumde--- d . .-iter

how the . -inc >3! worked within the constraints impo- < i,pon nim by :ne

desegreg- ion ;an. Or; to look at our goals anothe- .c... did the prindipa
have the - -ces ary Jiscretion to implement th= plan suc_c- (ully in -3
buildinc o e mixture of freedom and constraints w -ain which :he
princip: - .ts .-re the “ocus of our work.

As ._r co. =aguzs, Professor Crowson and Morris inciz.ted in their
paper, i1 «»as n.  our so.e intention to focus ubon tr= prinmiem of
implementing th: I icago deségregatiOn plan at the b _ildi - ve 't
seem§ that we becan our study at the same time that the C -—.ac ‘5 ty

integration pla- »as initiated. Thus the handling of the plan 7 <
principals becaie an area of natufal focus as we collcected oun T 04
was, however, j - one of the areas of focus as we used an c-r o i
methodology to  .rove our understanding of the principal's re. -

N In order ﬁo p-ovide the necessary background to fully under: = -

problems faced ¥y (nicago principals as they were asked to impler -

,.‘ '3



>

faculty deseqrec-uzion plan. we will present an historical summary of the
very compléx olam. Wwe will tiwn outline the specific policies of the

plan which the pr acipals in tne system were asked to implement, Fihally.
we will show exarucles from our data which help explain what principals ‘

did when faced w -n specific pclicies to implement.

Histor’cal O=veloaument of the DGesegregation Plan

Or. July 9, 1369, Chicago Board of Education President, Frank Whiston

and Superintendent of Schools, James Redmond, each received the following

"

altimatom from the U.S. Attornsy General's Office.

Dea- Mr. Whiston and Dr. Redmond:

“he Attorney General has received complaint; in writing
from Negro parents living in Chicago, I1linois complaining
that their children have been deprived of the equal pro=-
tection of the laws, on account of race, in the operation of
.Lhe public school: of that city.

k In accordance with our respénsibilities under Title [V

of the Civil Rights Act of 1964, wé have completad an
examination of the Chicago Board's policies and practices of
faculty and staff assignments. . .'. This examination compels
the conclusioﬁ that the school system's practices with respect
to the assignment and transfer of faculty has had the effect
of denying to Negro students the equal protection of the laws
in Vio}ation.of the Civil Right Act of l96b'and the Fourteenth

Amendment to the U.S. Constitution.
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‘We are writing this I“iter to advise you of the results of
our examination of the facts and to provide you with aa oﬁpo#tunity
to take appropriate steps to eliminate;voluntarily the racially
discriminatory pracgices we found in the operation of your

school system,

o Sincerely,

,
Ttiomas A. Foran _ Jerris Leonard

United States Attorney Assistant Attorney General
North=rn District of Civil Rights Division

”lin».‘)iS

This ultimafum came as no rgal surprise.to Whiston, Redmond or the
Chicago School Boérd, but it was clear that they had a major controversy
on their hands which, if not prqherly héndled,was certain to lead to

L
embarrassing lawsuits and loss of federal funds. Furthermore, it could
conceivably triggérvanothér'teacher strike and possibly cause a total
collapse of public education in\Chicago.

Until the Justice Department ordered the Chicago Public Schools to
desegrégate its faculties no big-city scHool administration had ever
taken ; public stand on this issue. ‘Most administrétors had been avoiding
leadership responsibilities in this vital area, just as they had in the
area of student desegregation. Redmond decided to takela.staqd. His
?irst action was to issue a statement denyihg the government's allega-
tions. He pu} it this way:

We have-never practiced segregation of faculty in Chicago, but
welhave permitted senority choice of schools by our teachers. Réce

has never been a basis for assignment or transfer ir Chicago.



Teachar transfer policy in the school ,<ter ba-ac :ﬂiority, had

—orr: traditional through a long-st.=ncing rzement w™ + :ae Teachers
Un it Traznsfer policy consisted of
(1) the privilege for new t. @ er. t  se=i. - chocl anywhere

there was an cpening, ar.

2) the prerogative to veque ° transie- s 'i:  ‘ise months in a
school .

iis procedure created a system . »white ez ne -s who often:
77 4 in an inner-city, black schoo! —ould v.hrt tt '+ iy cut to
4 i~ ments ~hat were more dgsirable. Pois st Toane - @ve veteran
teach-.rs (black or white) a chqgce to we ir @ che ¢ 'ose to their
toame L.

Jse of this teacher assignment pra==dure -~ =z i t, lead to redl

fo-uity segregation. In 1966, 35 parcenz of t™e < ty' .chools had

nteGgrated faculties. In 1967, the ficure rose tc "3 ;- rcent but in 1968
' dropped back to 40 percent. These firzures were bac.ec on a definition

rwtegration in which 10 percent — hut no .~ r> th- &0 percent —

i thr: teachers are white. The followr tavi. shows the faculty racial
ke ap of ail Chicago schobls from 1§=. 3. |
Percent of Nan. =~ of Schools
White Teachers 196¢€ Y 1968
100 ‘ 292 zJ9 214
90~-99 65 85 6l
_IO~90 , 217 250 238
-0 34 3 70

0 .15 1G 12




These figures we ", of ‘cour- . critical to the Justice De=nartment
-ir 1969 when it preseutad its ultimatum to the Bazrd. But ir Spite of

*  these facts, there wzs '-eason to believe that much ¢f this gow< —nmen t

action was politicall / /mtivated from the White +-use. Redmom: in fact,
let it be known publi.: that he resented what h- iabeled ‘b :r.:"
harassment from the f- :ral government.' edmc .4 npointed out -, t~= press

that back in 1965 ther was a threat by tne Df;;rtmentlof Hea h
Edi:iation and Welfare o withho]dlfunds . ' = “hicago schoz':z “nr a
similar reason. A crisis was averted in ~as2 by the intervi-n: on:of
Mayor Richard J. Daley. who prevailed up_ Pr. ident Lfﬁdon John: in to
order his Commissioner of Education tor -=sa - Jecause Mayor [ sz 's’
influence in Washingtor had evaporated t 19: =3 such simpte < .. jon

was now possible,

Furthermore, Redr 4 and many Boar( .embc™~ suspected that -esident
‘ Richard Nixon might be using the Chicayg. Itims:um to begin a campaign to
staxe out new ground ir the broad field  civi: rights enforces.nt.

Some astute political cbservers noted t—=t jus: prior to the Cticago
confrontétion, Nixor hcd ordered what appeared to be a slowdown in school
desegregation in the Scuth. Liberal critics, like New York Ilmgg.co]uﬁnist
James Réston, had char :ed the administration with a 'wavering commitment"
to civil rights as a result of thfslsucmingly abortive desegregation'
action. ‘Because the Chicago uftima;umﬁﬂps issued on the same day as a
similar Gedrgia‘ordef, some felt that the President was now trying to
dispel the notion that he might be tolerant of delay in school integration

cases.,
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Qhatever the pdlitics of thr «ituation, the fact remained that the.
Board ad to move ahead aggréssively in preparing an answer to the Justice
Depart-=nt. The Board was in a difficult position with the federal
goverr—ent pushing it one way and the Union, the blaék community and
specie Tnteres; groups pushing it in other directions. The Union was
partic .arly vocal at this time;: In fact the Urion went on record with
its pc rion that teacher transfer is a sacred }iqht and it must not be
tampe:zci with. FUrthermore the Union placed the blame for faculty
segrecrzion squarely on the board by remipding the Board tHat it presently

had in =ffect a policy which allowed it to achieve integration of the

tvpe r-w being called for by the Justic; Department.

tadeed the Board did have a policy giving it the power to appoint
10 pe-cent o% the teacher; in each school. The Boardrhéd simply not used
this sower to achieve integration of séhool faculties; In practice, the%
provision would have allowed the Board to assign, to any individual
schoo , teaciers selected because their backgrpunds an& training represented
a culture different from the majority of the children in the school.
If the Board had implemented this policy, the Union claimed that there
would by 1969 have been very few schools with all-white faculties.

It is instructive today to note the arguments presented in 1969 by
the Board in defense of its nct enfbrcing the 10 percent policy. The

Board offered many reasons including {!) housing patterns, which found

teachers opposed to transfer-to avoid long commuting trips, (2) racial

_isclation, which caused teachers to iack experience and Knowledge of

unfamiliar cultures, (3) black consciousness, which caused many black

teachers to consider the act of transferring to be ‘'deserting the black
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cause,' (h) riots, demonstrations .« bdycotts which . .ded to reduce progress
toward integration, aﬁd (5) the I1linois School Cecic  wiiich outlawed the
consideration of race in teacher assigngient. Impl <1t n the Justice
Department ultimatum‘QaS an order to th; Board go SR QW overcome\all
of theée obstacles so as to provide an equal educaiinomel opportunity for
all children. | | |

The fact remained that the school faculties were segregated and the
Board was expected to respond to the Justice Deparzment within two weeks
of the ultimatum. After considerable public debace about the role of the
Union in the negotiations and after a great deal of conjecture in tHe
press, the Board adopted a fifteen point plan de= gned by Dr. Redmond which
included a plan which would reﬁuire the federal covernment to share in
the cost of disestablishing the segregated pattern of faculty assignments.
The major features of the plan were (1) to limit faculties in every school
to 85 peréént of any one race, (2) to change the transfer policy so that
a teacher could apply within one year (rather than five mOnthSB and not
untii he had taught for two years in the system (rather than one) and
(3) to ensure that experienced teachers enter the inner-city schools by
offering additional pay as an incentive. The response to this plan by
the Justice Department received in December 1969, was a shattering set-

back for the Board.s The entire plan was rejected. It was felt in Chicago

‘that the federal government was wrongly interfering in local control of
X

b4

the schools but that some alternative still had to be found to resolve
the faculty desegregation issue.
Between December 1969 and late 1974, the Chicago Board worked with

HEW and the Justice Department-to develop a plan that would bring the



thicago Public Schools into comi!li mce with the Civil Rights Act. But no
plan emerged. Thus in Deceﬁger, 1974, HEW informed the Board thqt a com-
prehensive coﬁpliance review would be made. By October 1975, it was
clear that HEW was not goiﬁg to be satisfied that the.Chicago Schools
were in compliance.‘ HEW sent a let;er to the Board announcing the
following preliminary findings:
1. Fécuffies are assigned to schools attended by predoginantly
minority and ronminority group students in a way that con-
firms ;he racial identifiability of those schools,
2. minority group stddents have beeﬁ dénied équal educational ,

opportunities, in that less qualified teachers have been

\diSproportionately assigngd' to breddminately minority group

\

-

schools, and ;
Y

, X
3. /equally effective educational services are not provided to

/

" national origin minority students.
The Board was givén 60 .days to respond with a new plan setting forth the
remedial steps which will be taken to comply with Title VI of the Civil
“Rights Act. This latest.requeét for a plan seemed to provide the needed
impetus to get this matter settled once and for all. During the next
four months the plan, which was to be implemented in September, 1977
begén to take shape. \}n February, 1976 the Board adopted a plan to
integrate faculties which was to ensure that by Sgptembe; 1977, at least
80 to 85 percent of the schools woyld have had faculties bctwéen 30 and

70 percent white or minority. The following procedures were to have
4 \

3

been established to carry out this .goal: (1) assignment of all new teachers

with regular or temporary certificates to schools in-such a way that the

v

10

\



nonminority-minority ratio of the staffs would be enhanced or mainiained,
and (2) appointment of all teachers whose c]agsificatjoné changed from
temporary certified teacher to regular certified teacher in such a way

e that the nonmfnority-minority ratio of_the staff would be enhanced or
maintained.

In addition to these compulsory coﬁponents of the February, 1976
plan, there was also a voluntary transfer idea introduced in which
teachers would be encouraged to change schools to aid integration.

The entire plan of February, 1976, including the voluntary component
was founq by HEW to be unicceptgble. For this reason in April, 1976, HEW
initiate& administrative proceedings against the Boa}d of Education for
alleged non-complianc% with Title VI of the Civfl'RTghts Act. Anadministrative
judge was éppointed fo preside at a full hearing. The Board became quite

\ .

concerned and appointedva special committee to work with the Superintendent
to develoé a plan'wg}ch would be adequate to avoid a court process.' By
January, 1977, aftgr working effecfively with the teachers Union and the
Chicago"Pr%ncipals Association, the Board committee developed a plan it
felt would be satisfactory to the administrative‘judge. The ﬁlan was
designed to integraie faculties by September, 1977 in a way which would
ensure that each school (1) would be between 35 and - percent.ﬁinority,
(2) would have thé same percentage of teachers with five or more years “
experience and (3) would have the same level of educational training.

But the judge was still not satisfied with items one and three. He was
satisfied, however, that the Board could implement the experience plan,

A special consultant was brought in to continue the refinement of the plan.
by May, 1977 the Chicagb Board was‘able to adopt a plan for implementation

of the provisions of Title VI of the Civil Rights Act of 1964 that seemed

11




1o inélude all of the components - ught by the judge: In any event, it
was decided by the‘ééérd to implemént a plan involving the transfer of
approximate]y 1,300 ;eaéhers by September, 1977. The exact policy bndx
"~ the implemgptation prptedures for this plan are outlined in Ehe next

I
section of this paperasa_

Policies and Implementation Procedures of the Plén

The role of the principal in the implementation of the 1977 faculty
desegregation policy is the focus-of this paper.  Before the principal's

ve ,V,'/[ r\uf'/,’luf Jh ;/‘t’(,('fl'c Iﬂ[/'l,cf' dncl
role is analyzedﬁﬁescribe, step by step, the procedures used by the

Board to implement the policy. ° o

The Policy. The basic policy adopted by the Board in May, 1977 was
éutlined briefly above. Following is the official wording-of the policy
goals: o {',h.,m.,uf :9/“‘/( |

¥0}$ntegrate the facul:: - = -+ Chicago Public Schools so that
By Septenber, l977
(1) The racial/ethﬁic cemp.oiition in each school will be
(a) no more than 65 percent nonminority and no less than
40 percent minority orﬂ(b) no more than 60 percent
minnority and no qus than 35 percent.minority.
(2) The percen{age of exséfienced teachers in each school

will be between plus or minus 12 percent of the system-.

wide percentage of experienced teachers for each school

type.



(3) The fange.of edn .1t jonall training of each faculty will
be substantially the same as e*ists in fhe system as a
wholer
. p[ Pxplllfa7tf
In practice the goal of equal dlstrlbutlonﬂend training was easier
- to achieve thrbughout the system than was the racial goal. But each of
- these three factors Qéé_taken into consideration as procedures were
developed to implement the policy. The Board was keeely aware and included
in_eg;h/ef its public statements that educationkquality would not suffer
as a result of the teacher redistribution. Effo}t was made to assure
/ .
“the pubdic that no teacher was being assigned to & position for which he
‘was not qualified.
- Special consideratsion was given in the trapsfer policy to teachers v
55 years or-olde}. These teachers would be asked to transfer oqu'if a
school could not bezbroudht into compfiénce without'their_moving. Also
teachers. in special programs Qere not.mo;ed unless.appropriately qualified‘

staff were available to maintain the quality of the programs.

I%plemenfation Procedures. The policy goals were made public in
May, 1977 but it was.not dntil mid-June that actual precedu[es were
developed to lmplement the faculty desegregation plan. Much anxiety bull§
up, of course as teachers walted'to see if they would be transferred.

For this\feasdn the role of the principal became very important. ~He was
2 P .

the representative of the Board of Education closest to the teachers and .

the"responsibiliiy was placed directly upon him to carry out the notifica-

N T ) : .
tion.of* teachers who\were to bé reassigned. .But before we discuss how \\
the prnncupal was. lnvolVed a bpi&fdescr!ptlon of the selectlon procedure :

) , _ | ~ . :
will be presented ‘ ;.
/
. /
- 3 v 1 8 .:
O ' y ) ’ )} ° ®
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e _
"\\““Aurational system was creatr to group teachers into categories from

B

which eventual selection for transfer would be made Each teacher %as
jrcv/'e’a( by | . )
greup—by - 4

(j) Status (regular certified or non-certified but full-time)
(2) Race (minority or non-minority)
(3) Seniqrity (Experieneed was considered to be over.five x#ers

7

and teachers were grouped in five year intervals) /

¢

;

_ (4) training level,
I
“ After each teacher was grouped by these categories, he was assigned a

random number WIthln Fach level of seniority. Selection was.made randomly
by senlorlty group.

After selectjon of teachers was made, those chosen to move were

matched on the basis of race, experience, type of certification, job
2 )

function distance from original school , and training At thls point,

l H
(
teachers were ass:gned new schools with the aid of a computer

On June 14-15, 1977, 1,706 teachers were advised that they would
be’ reassigned for the term beginning September, 1977. It was at this step
of the procedure that the principal be come prominent."The_principals

received a letter from the General Superintendent, Dr. Joseph Hannon,
which said in part: : ‘ . » !
i\- " N )

You are requested to pre<onally present {the enclosed) - sealed

envelope to/éach teacher who is to be transferred out, with as
/ v :
“much privaq& and individual attention as it is-possible to provide

-

“within your sbhoo[ day schedule. Please remember the teachers

who.have not been selected for transfer are equally anxious, and

1

after your official notification to those transferred, it will

S
o L ‘
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be necessary for you to intorm all the teachers that notification
has been coﬁpleted. It will not be an easy task, but our teachers
will need al] the support you and all the membe}é of the admfnis-
‘ -trqtive staff pébvide, nowuand throughout the next several months.
~ This'is the first step which we musf take and it must be done
\\ as gently as possible. .
Members of the staff and | wish to thank you ‘for your help,
for your understanding, and for your patience throughout a very

difficult project for our school system. We will be available to

assist you and all your teachers. . . in the finalization of the

necessary teacher movement for September. You have our continued

support and | wish you well during the next several days. .
The tone of this letter from:Superintendent Hannon reveals the

extreme delicacy of the announcement ofvthelreaésignment of teachers
during June of 1977. it was'glso clear from fhisllettér'that the
. Suherihténdent realized that the principql was a key inaividual'to the
success of the de;égregatidﬁ'program.' The lette} to the teachers was,
in céntrast, much moré formal and did not seem to convey the sahe sense
PF appréc?atfqn as did the letter. to the principals. %pllowikg are
some excerpts from fhe letter to teachéfs fro; Dr. Hannon:
On May’ 25, 1977, the Board oquducation of the City of
Chicago adopted a;plan_to further_}mplement the provisions. of
Title VI of the Civil Rights At ofAl969/. N
éésic Eo:this plan ig thélse[ectioq/and notification of the
tgachéns wﬁo are to be Fransferrea to integrate our faculties in

1
1

accordance with the compliance goals. . ... These teachers will

Aruitoxt provided by Eic:
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task to complete. The way in which this was done wil] be discussed

accomplish the facu]ty desegregatian goais dﬁon which the Board had agreed.

?partigjpate on a ver;rdirArF and personal basis.ih th. implementa-
tien of the‘plan and threugh\reaseignment will bring o an end

.an issue‘which has created confusion, misundersténding, and
anxiety in our schools and in our city.

In accordance with the procedures contained in the plan, you
aré/hcreb*_officialIy_informed that you have been selected for
reassignment. Your new assignment ie indicated on the attached
form. . . . Please indicate receipt of this notjfication by
compfeting the form and returning it to your principal before the

7

end of school on June 16,,l977. ... You have our' best wishes

in your new assignment. You also have my sincere hope that you
will derlve many addltlonal years of profe55|onal and personal
satusfactlon from your career: in the Chicago Public Schools

It is clea5 when conirastung the two letters from Superinhendent

Hannon, that the principals were, in his mind, given.a very sensitive:

v

hd tl

further in the next section of this‘paper. .

As it turned out, the transfer orders to .the 1,706 teachers’ did not

It was. clear that the schools were not going to be!in com li5nce for a
\ g 9 P

number of reasons including computer error, perso al hardship appoa#s—and
i {
{ X

program needs. Data indicated that the system, WOUId be only 70 percent
N
, , .
in compliance if further action were not taken ga\reaSSIgn addutlonal 2
[ ' s

teachers prior to éeptember, 1977. Gf thé total of 1,706 people reassigned;

almost one half (826) filed appeals.



Appeaia.were permitted for t'- three reasons mentioned above, namely,
peisonai hardship, error, and program need. Guidgiinas and procweiures
for the appeal process were worked out prior to the announcement of
reassignments and were, in fact, inciudedei;h the reassignﬁent letter
of June iS; 1977. The large number of appealé by teachers was anticipated.
For this reason’'a committee plan was created to hear the appeals. The

personal hardship appeals procedure will be described followed by the program

‘appeal procedure. - o

The facuity.desegregation policy adopted by the Board in May, 1977
provnded for a formal review process “for personal hardship. A review
committee was establlshed to hear and decide appeals. This Committee was
called tha Personal Hardship Commlttee and consnstad of elght members,
four appointed by the Chlcago Teachers Union and four appolnted by the
Superln;endant. ‘Appeals for hardship were initiated direc;ly to the_com—
nittee.andlwefe expac;ed to deai‘with physical Handicab or a unique
persognal situation. _The Committee was aiiowad to develop its own criteria
foi.hearind and reviewing cases. |t was able.to act aﬁtqndmousiy with -
its deciaions being final.

‘It isjevidént that tha nrincipai nas beenAdeiiberaFely b&passed in
the personal- hardship appeal”brdcess. This has been done to.prevent the
, / . .

%rincipal's bias ffom influencing the.Committee, Bu;, in the programb
needé appeai process,ithe:prinCinai's Edle is crucial.l The*sdccess of
the plan depends on the principal's abiiiLy:to determine whether the
integrity of.a program isfin_jeapordy as a result of reassignments df

key teachers, -The entire facufly desegregation plan is based on the

éssumptidn that qualtiy of péograms will not be sacrificed.

A
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Qhen the principal senses lh-'.a program is in danger~the.appeal
procedure requires that the matter first be discussed with the local
district superintendent. |If the principal feels that the transfer of a =
teacher'selected_under the desegregation-plan would.result in the closing

of a program g the elimination of services, an appeal may be made to the

Special Moni t&¢ ng Committee established under the plan. To fully

inform the Committee, the principal is expected to provide s.detailed
explanatioh of hi; case. In the case of program appeals, the Committee's
decision is not:final. The district superfhtendent has the final eay.

The final area for appeal is data error such as<an inaccurate
positioh\number, or incorrett race. The principal is.expected~to.compiete
the.necessary'paper work to correot the error. The appeal form is routed
'throogh the district.soperintendeot to the.Special Monitbring CommittEe.
The district superintendent has the. authority to overrule the Committee,
if necessary, |n cases where a d%mmlnatlon ot error is being made\\v :

| It was stated earl|er that 826 teachers appealed their reassugnments
Ahong_these 856 people, there were 984 appeals, A total of 487 were based
'On personal hardshlp, 257 on data error, ﬁand 2#0 o;hprogram need. Alter
all appcals were heard 349 were granted with IO7 in the personal hardship
category, 123 errors and 119 reidied to program need. - Due tu the reduction

in numbers of teachers reassugned because of -appeals, 57 teachers ho longer
had a match so they were returned to their brlglnal schools. AFter sub-
tracLIng all of the approved appeals and the teachers returned, the final’
figures show that 1,300 teachers were tFansferred. |

The l,306 teachers were not, however, sufticjent to bring all of the

schools into compliance by September,'f977. It was, therefore, necessary,

.



in Aogust, to ask 452 additional tvachers to move to new schools. This
. new qioﬂp’was afforded the same appeal courtesy given the original group
of tgachers._ A total of approximately 1,600 teachers were reassigned

prior to September 1977.
\ ) ,

\ The reassignment of teachers in September, 1?77 brought 96 percent
of\Chicago's schools wrthin comp'iance on the racialfcompoeition

criterion. That is, 96 percent of the schools had between 30 and 65 per-
ceAt minority teachers. In the experlence category 98 3 percent of the
schools had facultles wnthln 2 percentage points of the city-wide. experlence
average. F|nally, 84.9 percent of the school$were thhln IS percent of

the city-wide average on-tra|n=ng level.

‘Followingrthe reassignment of teadhers in 1977, it became necessary
¢ i
for the Board to establlsh pol|cy to maintain the faculty desegregathn

n

- at |ts present ]eve] Thus plans were made regardlngrfuture assignments,

~filling of vacancies and transFers.' The transfer category.is the only
one which involves the school principal so it will be described more -
\ : . = ) .

\

fully here. ¢ ' K ' . -

It was clear that thETrransfer plan in operation for many years and
written into thc Boaro agreement wlth the Chicago Teachers QnionIWOUIdl

no Jonger'be valid. fhus\a new pollcy%was proposed which specified that

. < by NN : -

assignments would be. made \rom‘a-tren§fer list,only if, (1) such transfer
impnoves the receiving scho.l'é peﬁcentage of minprity teachers and non-

| minority teachers in relation_to fhe city-wide #Verage and'(25 such

o . R ’ .

- ° ) . o . . . o e 1 l'
., transfer allows the sendlng school ‘o remain within compl|ance The

nmportant feature of this policy is that recrui tment for the purpose of
iro \ .

faculty desegregat|0n Wou]d be encouraged A program was established

'

ERIC ©~ - e

Aruitoxt provided by Eic:



(1) to identify .teachers willing to trar rer, (2) to encourage these
teachers to visit prospecti;e schools sc that they can talk to the
principals prior to accepting transfer amd (3) to permit principals

"to visit teachers wiiling to transfer. Through implementation of this
policy, integration is enhanced whi'e at the saﬁe time the principal has

a chance to improve the quality of instruction in his school.

Summary of the Principals Access to the Faculty Desegregation Process During

the 1977 Implementation Period.

The principal had access to the desegregation procegs at several
crucial points. They were:
1, Notificétion of tégchérs
2. Appeél procedure (Program nceds and data error cases only)

" 3. Maintenance of teacher diszribution (recrui tment ofiteachqrs)

Examples from the Research Data

l. Nétificafipn.of Teachers

—~——

In the Fall of 1977 a research team from the University of 1llinois
at Chicago Circle began observations of seven schob] principals. €£ach

! subjecf was accompanied by a researcher as they accomplished their daily

\ N
‘v

tasks in school, ‘at administrative meetings and at community evénts,

Problems related to implementing the faculty desegregation plan,. there-

-

fore, were observed within the larger context of the.school day. Thé /

" examples reported here were observed and recorded in thﬁs manner. As such, .. -
: ; . , - . .
they do not represent a systematic sahp/ing of. events, but they do reveal

some of the unanticipated consequences ‘that implementing the desegregation

3
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plan introduced into school edministration. The perspective presented
here is that of_the building principal. The principal is the linking
administretor between the teaching staff and the central bureaucracy.
The probliems. encountered by the.principals are inherent to tne diffj-
culties in translating polrty from written instructions to school opera-
tions, .

Qur researchers were notlyet on site when the first faculty group
. was informed that they would be assigned to new schools to create a
raciallylbelanced faculty‘in all sdhodls. It wéS ~soon obvious to us,
however, that many faculty refu<ed to accept their new a55|gnments, or
falled to remain at their new school for Ve.y long As one prlnclpal
‘explalneo, they were ''just not able to make the adJustment At One

school which drew students from a black population and Fkousing project,

Pl

two of thlrteen wh|te teachers refused to accept thelr assngnment of

he eleven who agreed to come to the new school, four had left the

'sehool by mid-year. One-had taken a leave of absepce to travel, one =ad
returned to school full time,’ one had left teaching to go inte business,
and one_took a’1eave of absence beceuse of illness. In another school
iotated in a white communi ty, 16 black teachers remained in the school

by mid-year out of 21 who were originally transferred Those who left
'hed_either resigned, transferred ‘to another‘school or taken a leave of -
Eébsence. ‘When teachers were on leave thelr posrtldn was not declared
yacent for a'.period of five months. .Principals had to find substitute
teachers to replaee them. Moét.often~the5e interim positions were filled

r -

by Full Time Basis substitutes (FTBs). Many FTBs remained in these



S

positions after a vacancy was declared. During the Fall of 1977 it was

~

decided to replace'chese FTBs with permanently aésigned teachers on the
basis of seniority. Many fully qualifiadfteachers were unassigned and

| or lists for_prfority assignment. The.Fst were replaced by teachers
from these lists. Assignments were to consider race in order to enhance
the integration of faculty. The FTBs who were bumped in this manner
were either able to bump other FTBs in the school system who had less

seniority, or oecame day-to-day substitute teachers, .
. . . . \&
These circumstances of faculty assignment generated much uncertainty
: _ .

among faculty throughout the school system. Permanent teachers #ho had

been transferred to schools where they refused to go or where they aid
R T . : j
not want ‘to remain began to look for other openings within the systcs.

{
!

The initial transfer became a "stop-over'' transfer for these teachers.
FTBs throughout the systew fedred that .they would Tose their position
to either a permanent. teacher or to another FTB with more seniority.

Principals were observed to.get daily phone inquiries from teachers seek-

i
14

ing posntnons in the system., All faculty assngnments had to be wnthnn
raclal guude;lnes so principals spoke of openungs for a "white math -
teocher' or a "black special ‘education' teacher. | ' N

Some of the situations that werc obsérvac overfthe,school year
,ponrt out the organlzatlonal dynamlcs of these po]ncnes‘ One principal

B

had an undec]ared vacancy in the business department because the black

KN /

téacher who was transferred to the school refused tha assignment. 'The

vacancy was filled for several months by a blazk FTQ, Then the FTB-:

was bumped by a. black teacher who.had appealed his original transfer,

T
™o
o



won fhe appeal, and took the assignment in.this school. Some teachérs

who were not pleased w}th their transfer fouﬁd‘assignments in special
programs connected with district offices or the cgﬁtral adminisfratiOn,

One black teacher ;cceptéd his transfer, then was re-assigned to a special
curriculum project in th strict. He retained priority rights to be
re-assigned to the school ﬁosition should the Special assignment terminate.
Teachers who were Eumped from their positions compiained that they received
little help from the pe}sonnel office in finding new posifions.

‘ Eyery FTB in the s*stem was aware that they were likely to be bumped.

:Somé wﬁo were also on the priority lists hoped to get permanently é;signed
to theih'cqrrent—positOns:AVPrincipalg were eager to have some FTBs pefma- '
neﬁtly ésgighed and were hoping iq seerghers go{A They conversed frequentIY'
with'perspns from the persqnpgl office trying to strike.bargaihsiabdut
whq would stay and Qhé woﬁld ieqy?. Because assignments were based on
the system wide §ehjority system, the ?rfncipals.were uﬁéglg to fnformt
their teache}s of theirbseniofity rank. _Tﬁey.ﬁad to await notification -
from the céntrél officé as to who would be'bump’edT [t was hot likely
fhat tﬁé princ}péis would know the teaéherfwho would assume the position.
It was difficﬁ]t fO(‘;hequincipa]s fo f%qd out about their new staff
mem?érs,Asecause.the pgrSOnhéi records- were kept downtown instead of iﬁ
the»school§; Prj;cipals were observéd_to}call fﬁe_néw teacher's previous
principél ;nd to'cOnt;;t the d6Wpf§wn office to ébfain information about
.the-neﬁ staff. Prinéipals‘voicéd 6bjecti9ns to réégiving teache}s'that

5

. they felt were weak or troublesome. They were also frustrated when unable -

-

to_geiAacéurate information about the new staff. One principal began to

-




: | . \
suspect that his school was being used as a "dumping ground' for trouble-
some teachers. He told the personnel officer, ''You are my counselor.

You are supposed to know what's going on and to help me deal with these

assignments.'' The orficer reSpOnded;_“l know nothing. They just put
these things oh'my desk and | have to handle it. | do my best to convey
their feelings (about the assignment) to you.' The principal reiterated,

"Your joh is to giVe me as much informatiOn as possible on these assign-
ments.!" The officer réplied,A”Lbok, I just do it. These things come

to me, and that's hhat | have to do. The thing is that | don't know any-
thing more about these things than you do. | do not know either the receiv-
ing or sehding princ}pal.' When a teacher has a problem, there is no dia-

logue, no information given to me. | am just told to handle it." The

L 4
princigal'insists, '"Well | can't let my school go down the drain, All

these transfers to my school are not good. Now when it comes to someone

o«

like Emma Reynolds, | want her. But I need to know more about these

%
>

others.“

When assignments were made, they were often on a last minute basis.
Teachers were told on Friday to report to a new school on-Monday. Other
‘teachers were told on Friday that they were out of a job as of Monday.

" The principals let 9he_p¢r50nnel officers know Qhat they wanted, but had’

no confidence that their wisheS'would be considered. It was ‘the people
£ .

”downtOWn“ who weye maklng the dECISIOnS.\ The principals- .could plead

’

/ ;
~with thelr personnel offucers, but they had no control over the place-

ménts._ They coéld nelther put thelr teachers' mlnds at rest with reas-

surances: that they would be staying, nor tell weak teachers that they

would be l;avung if they did not shape up.

e
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Some teachers spent weeks unsure whether their position was- secure.
One teacher'was told that she was ''borderline' and that she might be
bumped, or she might not. Then, after Weeks of worry, she was told that
she had been bumped. Then the teacher who was permanentfy assigned to
her position refused the assignment, so she was allowed to stay on--at
least for a while.

This uncertainty was particularly difficult on young teachers, early
in their careers who were trying to break into teaching. The story of
one young male illustrates the hardship. He uas a white FfB teaching.
high school social studies in a black schooT. He was also coaching basket-
ball and had.made a considerable personal investment in the'teamt He
was told on a‘Friday that‘he was>being bumped, butlthat he was re-assigned
to an elementaryuschool'in a black community because he had seniority
over another FTB who was in that elementary school The principal of
the hlgh school described him as ”absolutely broken hearted about this
transfer. "He took it very hard. He came to See.me and cr|ed and cried.
He was terribly upset.“ The principal explained that he hated to_lose
h|m, but that his only hope was that the person who was bumplng him would

not accept the aSS|gnment. Although the transfer dud go through he was

allowed to stay on as coach‘for the rest of the season. Later on he

spoke with the pruncnpal ggaln at a dance .for the- basketball team. He

descrtbed his new school in the following way. He sa|d that the school he’

is in is in an all black'community and that most of the white teachers
. . i ¢

live on the other side of the city. When they are assigneg to the school

they ”take one look at the sntuatlon, and then leave They just don't

. know how to handle a situation that ls.that dlfferent'culturaljy than

25.



what they already know.'" He felt that his previous experience with black
students prepared him for any position in either a white or black.community.
These otﬁer teachers are not as flexible. In a general sense, the uncertain-
ties surrounding placement within the System are most probIematic for Ege
young teacher. Those who are-not flexible and able to adapt to differeft
cultures are finding it diffiéult to find placement in the schéolISYSt%m_,

Eafly in 1978 it was announced that there would be a secénd “go:fﬁun&”

) ) /

of integratioﬁ transfcrs.v The new group would be voluntary transfers.
Teachers could request transfers as long as they had a performance rating
of three or above on a five point scale,-and as long as their current v
school—was in compliance with racial guidelines. The principals who were
not in compliance were in the position of explaining to teachers seeking L
transfers why they could not have them. Several principals were obserVéa
to carefully scrutinize teachers that had been assigned to their schools
unde; the plan. They iﬁtended.tg take full advantage 6f their right to.
turn them down. One priﬁcipal explained-tﬁat out of five white teachers
who' were ‘assigned to her school, only two came. One of the five réfugea
the posjtion from the start. Two others refused the positon after an inter-
view with the principal. The principal explained dﬁ}ing the interview

what was expected of them. They were. told that they would hand in ie%son
] -]

plans, prepare behavioral objectives and follow the continuous progress

‘

curriculum of the Board of Education.?_The principal said that he ‘'quizzed

them about their knowledge about continuous progress and found out that
they didn't know anything about it.'"" The interview dissuaded them from

[N

éccepting the position, Two other teacﬁers accepted the assignment. The

26
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principal described the interview with one of them in the following way:

She is a white female who wanted the job Qery much,

She is not somebody who is testing the system, but

she is eager to do a good job. On records day she came
+ and visited with me, and she Qent and télked wit;—;ther'
teaéhejs and spent time with them. ﬁThen she went and
spent time with the class that éﬁe was going to take
over and eVerything seémea to work out well. Itexpect
the woman ta work out. 'I like her attitude and her
willingnéss to work hard. In a.schoof,fike mine (sefves
a black commynity) I can do without missionaries. This
‘'woman has the desire-to db'well, but is not motivated by
a missionary goal. B
Other princ;pals ‘turned down teachers who wefe_assigned to thefr schools.
They were careful, howéQer, to document the reasons for thé rejéction by
visiting the teacher and watching them in the classroom ffrst. They
wanted to base ‘the rejection on their observations of their teaching
quality in order to avoid charges that they rejected teachers on the basis

of race.

Il. Appeal Procedure

The principals' role in the appeals procedure was minimal, but the

- lengthy nature of the procesS created situations that the principals had

-

‘to deal wisth. The rumor that some teachers were appealing and hoped to

]
A

return made it difficult for their replacements to gain acceptance in some
circumstances, Even long after the appeals process was over, principals
had to respond to rumors that ceftain, favorite teachers who were trans-

‘
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fer{éd would return, Because sO many teachers, black aﬁd whfte, who
were-traﬁsfgrrédufailed to win their appeal, thdée who did win were seen
as recjpjents of sbecialltreakment and this»createﬂ jealbusy.' One newly
assigned pffncipal told his ass}stang Brincipal that they wbuld réceive '
a téacher who had won an appeal based on hardship; The teacher, yho was
black, claimed that it was too great a hardsh}pAto dri&e from her home
Qn;thé'south side td’a school at the opposite ena of the city. So she
was being reassigned to a sputh side school ;hat served a white community.
She was bumping an FTB who had bgen assigned when the original teacher
appealéd his transfer. He had appealed on the ba§is of the hardship a
'Igng commute, but his grievance had been denied. The explanation of why
the original teacher's appeal was denied whereas the new teacher's was‘
successful ﬁever reached the school. |

The relationships among returning faculty and the new staff:were
sometimes strained, IH one school the music teacher, who had bgen at
the schoo]:For years and was near retiremént, was transferred to another
‘school. He appealed and took a leave of absence during the appeal process.
in the meantime,  the principal found a young, epergetic male to take ‘his

\
place. Soon:the students and community were won over by the substitute.

The original teacher then won the appeal and returned to the school_to
resume his old position. The.prinCipal felt badly about the young man, |
and kept i-‘m on as a day-to-day substitute. The young man kept the
jugior orchestra, and tﬁe older one took over the rest of the instrument
program, The young man continued to enjoy great popularity among the
students and'thé olde} one becéﬁé,jealous. Finally, in the spring the

>

older one announced that he was fetiring from teaching. He left a few

28
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Qeeks later and was replaced by'another music teacher. \;;;\;;;\EEEEhet\\\
"assumed fhe poé{tion with great enthusiasm, immediately-staying after ‘
school and coming early to prepare the students for graduation and other
end of the year'performances. The students, however, were anéry. Téey
had expected that the young mén would become the music teacher after the
pider one reEired. They resented the new music teacher. The students
were white, the young man was white and the new music téacher was black.
The principal stepped in fo make peace among the students and the teachers.
The principal was observed in two conferences wjth student ieaders.
from the music program. He ﬁo]dfkhem tﬁat the new teacher was assigned
because the Board of Education works according to a seniority systéh
ané that "with the Board of Education, seniority talks." He explained -
that the new teacher has.”legal rights and a‘suberior rat“ng” from his
previous position. Furthermore, he is_black and the school is sbort'
blacks on the faculty, .He asked the students to ”g;;e him a chance and
wo}k with him," He tried to get the étudents to sympathize with the new
man's position. He said, "It hurts to be réj;cted off the vat, You are
lucky to get this man.: He has got a good record. He's got the sen{ority
khat the system requires so"give him a chaﬁce.ﬂd The students could
gyﬁpathige with the new man, but they wantgd the young one as their husic

-teacher. They,expres§ed their hope that i; théy took their-case to the
Board of Education, they might-w{n the position for their faveorite. The
principal cautioned theﬁ against thi§ plan. "If you draw the spotlight
to Mr. M., the Board of Education may céll him down for rea;signment. J
You may not gef the-resulf y0u:have in mind by creating a lot of publicity."

And then he tried, again, fo generate sympathy for the new man. He said,

Q ' | . ‘ 235;




"Consider this mah. He used to he at Carter High School ahd now he'sl
been uprooted and he's here." The studehts agreed to talk-with the other
students about giving the new man a'Ehahge;'

Later a girl from the musie program came_to talk.with the principal.
She told him that it was hard having to adjust to so many new teachers

«

this year. He expressed sympathy, but said that the students have no

" choice except to adjust, He said that no school has had a stable faculty

L4

this year. He explained again about seniority and the fact that the new
teacher has a rlght to the positlon. She agreed to be helpful and support
the new teather.. '

While manu teachers waited for the appeals prooedure to\take‘lts
course, others tried to get around the trahsfers through other means.
Sometimes a principal would unknowingly become caught ithhe maneuvering§
of the tzachers. One such case involved two white male teaohersfwho were

part of the original transfer group. One lﬁ@ed north and was transferred
to a black school on the south side. The other lived south and’was trans-
ferred to a black school near the city's oenter. They appealed their trans-
fer on the basis of hardship)dLe to the longaoommute and lost.; But they

\

did not give up. 'They found {one another and hatched a plan to{swltch

positions. In this way they could enhance-integratlon,'but closer to home.

They approached their principals to make the switch. The prihcipalﬁ agreed,

. : ) I, .
but were not aware of the history of the appeal. Their disthlct superinten-

- dents approved the switch, as it did not conflict with racial guidelines

f

and the prnncupaJs were wullung Because the‘principals weﬁe aware that y

/
/

there were long delays |n paperwork due to the volume of reassngnments,/

(they allowed the SWltCh to take place before® the paperwork caught up

30 | ,.: |
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Each teacher took dp their néw assignment. The princ;palg were pleased,
both menvweré good teachers. Then came tﬁe'shock, the transfer was denied.
The printipal wagzcalled to discuss the situation with one of the central
admihi;frators who tofld her that she woula havento see the director of
pérsonnel; "Why?" the principal ésked, "This is a routine transfer and
it falls within racfal gﬁidelines.” Principals have always had'the right
to arrénge such transfefs. The administrator's c?ypt?crcomment wéé the
. principél's first hint that there was a history to this sitﬁation. \He
said, '"Yes, if they‘wouid chénge-their namés, it would be easier." For
some reason Ehe'switch was stopped when’ the names w;:i identified. Tech-
'nﬁially, the principals could be in a lot of trouble, for switthiﬁg personnel .
before obtafning approval by the depéftmgnﬁ of persénnel;
iEven routine\ﬁersonne1 matters Had come under fhe shadow of the faculty
" integration pla;. "Some principals became more cautious abouf personned
matters. They- were observed.to accept the directives of tbg'personnel

s

department as ''fate'' and take on the role of ''messenger'' through whom

‘

the decisions from 'higher up“'were passed. Others kept testing the system,

‘searching for new loopholes that would let them have ;3hand in the selection
] ,
and retention of their faculty.

I11. Maintenance of Teacher Distribution

) In order to give. the principals time to adjust without penalty, trans-

ferred teachers.were protected f(oﬁ.fow rétings by their sugerv}sors during
.the first year. Nevertheless, complafnts from students, parents or other

faculty about the transfer teachers could makentﬁgif p6sitions uncomfortable
. and their reputations suffer, Ihe pfincipéls were anxious for the transfef

teachers to adjust to the routines of their school and for good relationships

to form between old and new faculty. ~.'l"hey needed to help the transfer teachers

Q :~‘;' ‘ . | o :31.
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succeed in order to keep the racial balance of their staff within the \

R

guidelihes and to stabilize their faculty so” that the faculty would

settle -down into normal routines instead of worrying about the security

of their position: -

Parents were particularly critical of classrooms where there was
a constant turnover of teachers. In one school parents complained to
the press when three different teachers were assigned in succession to

one one class during a three month period. Situations where one teacher

did the teaching, but was replaced by another teacher who assigned grades,

- were particularly vulnerable to parent complaint. One principal re-

assigned faculty within the school to prevent the turnover from concen-
trating in one or two classes. He explained that the original transfer

teacher copl& not &iscipline the class at the start of the.year.' The

~ .

"already unruly' class was then assigned to a new teacher. . The princigal -

stepped in and gave the unruly class to a veteran teacher in the school
who was an excellent disciplinarian. The new teacher got the veteran
“zacher's already controlled classroom.

During the year there were many signs that the transfers and uncertainty

’

-of positions caused stress among the faculty. ™ In one school, teachers

Qere observed to form ''black tables" qnd "white tables' in the faculty
lunch area. In anothéf schopl the principal expressed concern abput a
transfer teacher who was too much of a ldner. .Angry and unwilling tp
adjust, this teacher avoidedlinteractfon with both black and white faculty
an& cbqblaints were beginning to éOme in from pareﬁts céncerning her teach-

ing style., At another school a teacher was observed to be constantly

disorganized, ever afraid that he could not make the adjustment. When.

L
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some paperwork was overdue, he commented, 'l know this year is bad enough, .

but | don't want you to think that | just didn't do it," As the facuities

were aware of unhappy and frustrated fellows, they heard rumors of more

severe fncidents in other schools. There were stories of assaults by

-

students, between faculty and with parents. The principals tried to keep

these situations from creating racial camps within their own faculty.

In particular, the transfer teachers complained of the position and relation-

ships they had ”Io;t”nwhen they left :their previous school. The transfer

" teachers who approached their new.position with enthusiasm and began to

make a place for themselves in their new assignment often encountéered

. the resentment of the old facultyﬁﬁhp complained that they were being

“-

displaced by thé newcopers.
The situation thAt both teacheré and?prlﬁcipals seemed to fear the
most was that';n'ihcident @hvoiving'a‘trahsfer teacher would blow up
into a confrontafion with the community. The follé@ing cése pregénts
an exahble of -a situation in a gchool where there was a hist(y of parent-
school.confrontation. Both the'priﬁcipal and, the communiﬁy wefe black.
The transfer teacher, a white'female; assumed the position wjl}inglyf
because dropping enrollments at . her pré;ioui school endangered her posi-
t[on there. She had taught vor séveral yeérs and was given tﬁe highé%t
performange.rating at her previous scﬁool. | |
ln.anUary a researcher accompanied the principal to.observe Miss
Madison'g fifth gréde class. It was the principa]'s second visit to her
class, and for the secdnd'time he noted that Miss Madison'g lesson plans

were sketchy; She listed activities, but did not have behavioral objectives

or a means-of evaluating student ‘performance. - This led to a conference ‘where
, : e
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the principai warned Madison that if her lessone were not tightened up
she was likeiy-to-Jose.claserOm.control. Madison answered that she had
»dieeovered\that "'these childrenf have so many family problems that they
have trouble.fearning; This angered the principal who said that he
_wanted gqod teachers, not social workers. A few weeks latehz_at another
conference,-the principal'catefully inspected the teacher's lesson pfane.

v

6nce again, the principal explained that Madison's 'major role' was to
“deai with academics and discipline.“’ He added, ''you cheat yourself when
" you blame other circumstances for. |nterfer|ng with your ablllty to teach
the children." MadlSOn claimed that she ''never had these problems before
She said that she had.a hard time finding out '"how this school rUns, as
opposed to_what l was used to.'"" She had never before had to follow the

" Board of Education curriculum, She explained that she was angry with the

Board of Education. ‘She ''thought that it was supposed to be all one system,

-

v

that things vary greatly from school "to school," a"d she feels like "it's
. starting out from year one."

In partfcuiar, she mentioned the attitude_of'parents. She explained
that in her &1d school, the parents pretty much trusted the school to take
care of school business and te mahage the students.” Here, on the other |
haﬁd,‘she felt the parents were:“breathing down my back.“ The parents were,
always quest|0nqng the teachers about what the teachers are doing. She
said that she likes the fact that she can phone a parent, and that the
parents speak English, but she does not like to be second guessed all of
the time. Also, since she taught,third grade before, she has had to develop-
new mateFials_fOr the fifth grade. She emphasizes’ ‘that it's "like being

\

a brand new teacher.'" The prnncnpal concluded this conference by saying
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that Madison's lesson plans had improved, but that she was still not focysed
enough in ;;?\tlass activities and that discipline in her class had to

improve. His biggest complaint was that Madison Seemed not tO face issues

squarely, but to look for other things to blame, ""rather than getting down

to dofng the job that has to'be dOne.”v

Several weeks later the principél_received a2 call from . a Parént who
said tﬁat while visiting the sChoolhshezhaa overheard a student call Miss
Madison a “whfte bitch'-l and ﬁadiSOn ignored this. The mother fe]f that
the StQAent should have been referred for q}séiplinary_action; She felt
that a teachef should ndt alloy her students to be disresbecth1- The
pfingipal to]d the parent that he was‘”quite disturbed.“ He had not béén
aware that this was happening, but he‘wouid "'go right'how and find out
about it." He calied Madissn to his éffice and she confijrmed that.the
event had.occurred-.. She:said tha£ she had }nfended to speak with the girl's.
pa}ents, rather than speak té the girl about it. The principal told her
Hyou refer.her to me, do not call the parents. Childre;,in thiS‘School do
not call a teacher that. You refer the children to me. It is ridiculous
if | have to hear this frOm‘barents.“

Tﬁe-prinéipal qélled the girl's parents and held a conferénce with the
girl and her mothér that day? The girl admitted the inckﬂent and'itvwas
agreed to suspend the girl for five days. The mother s%id, 1'YOu can Suspend.
her, and then | will téke care of it." Then the Principal asked Madisén:
for another conference. He told Madison, ''Your c';ssroom is cOmplete]y
out of control." Madison acknowledged this, but said she was “trYing.to
deal with ig through the parents and the children;" She ciaiﬁed to haye ‘

tajked to the girb}s parents about the swearing situatidn..xThe Principal

/ ' \
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asked, ''Yes, but How are you dealing with it?” He fold her that she had
been a highly ranked teacher before, so "'Why do you havgiso much difficulty
-~ here? :Nhét kind of problems did you have in your other school?"

Madison replied, 'Well, the parehts did not come to thé,school all of
the,time thgré. They didn't speak English, énd they left -me alone." Thé
principal wo;dered, "How can. | helﬁ yoﬁ?“ Madisgn responded, "Well, you

.~ can Help me by letting me know thatﬂyou are going to sﬁpport mé;“ The
principal insisted that first,shé‘hust'be in control‘of her class. Théy
agreed that she would visit the glassroomé of severél super}or teachersiin
the school so that she could get‘some'ideas”of how she might.establish
bettgr cla;sroom control. Later the principal sgid, ""|'ve got to change
her if | can, but she ha% tb face things, not ggt hostile to me.'" He
feels_that Madison does not want to reéognize that she is not performing
and has to change in order to do her job. Madison still does not consider

4 herself responsible for what has gone w;ong. She either blames the chi?dren
and"their background or sﬂe blames the principal for failure to support.
She still hés not c0nfroH£ed the fact that there is ;omethicg she is doing
that is making things go wrong .in the/clasgroom. o : s,

Support for“tfansfé;red faculty was extended iﬁ many ways by principals.
Oqe_principal wrote notes of appreciation in recognithn of fagélty aéhieve-
meﬁt. Another brought new faculty-fﬁto all levels of the school ;rganiza:ioﬁ,
including club spp;sorships, coaching assignmentg énd department heads. |
Another chasfised the PTA for its failure to credit a new fa;u]ty in a
community newsletter which praised a new learniﬁg disabilities program which
was designed,by‘the new:teachgr. Principals also offere& advice on ‘career

planning for .new faculty, 1In particular; it was suggested that several

outstanding black faculty consider administrative careers.

R
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Administrativé Problems

The faqu]ty desegregation plan created some administratiye probléms
for prfnéipals that were not anticipated by the central admiﬁistrationl
On several occa;ions principal; were asked to provide statiétical infqrma-
tion about their sfaffs and Lere unsure whether they Should'submit data
which included thgir most recent changes. One principal complained that
a December ;ﬁrvey of his staff was 'pointless' becapse‘one-third of his
teachers would be transferred the first week of January. The officer from
the central administration ekplaiﬁed that she had her orders to cér;y out .
and thqt'the cénsus.should be.taken-ényway, She added, *'We will give them
the misinformation and let the; interpret it." |

Because %any transferred.teaéhers were assfgned'to schools far from
fheir homes ,- they complainéd of hardship because of longscommuting hours.
When the wiﬁter weather hit,.teachers were céugHt‘jn traffic snarls and

snowstorms. The result was many ‘late and absent teachers. The principals

had to cover these classes, but could seldom get enough substitute teachérs

" to assign each morning. This resulted in a systeﬁ wide shortage of sub-

stitute téachers. - 9

The change in faculty composition had impéct on the formulas for dis-
tributing extra resources within the system. One principal of a school
serving a black community where oné-third of the students qualified for
federal breakfast programs based on family income, complained that he
was losing educational resources. By acéepting white teachers with
masters degreés, and thereby h?gher salaries, he had increased the per
student éxpenditure of hi§ school. As a éonséquence,'his school no longer
qualifieé for diséretionary funds whiqh were gsed to fund additional teach-

ing positions. He seriously doubted whether his. new staff could make as

much difference to his learning program as additional staff would have made.

-1
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These complications are illustréfive of the fallout'that‘the desegre-
gation pign had for thg entire school systém. Although principals tried
to implement the plan, th? unanticipated consequences héd the.effect of
undermfning:their confidence in the central édmiﬁistration.. The érincipals
" were left to solve these prob]ems on their own. There waé little support
or assistance from “dOWntowh.” The principals, like_thé transferred fééulty,

\
had to adjust.




